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1.1 Relevance of the research 
Although a great deal of research has been done on the language proficiency of pupils undertaking bilingual education in the Netherlands (TTO) our research project is distinctive and relevant both to Scala College and the research field generally​[1]​. Although researchers have demonstrated a link between bilingual education and high English Language proficiency in a number of schools, it is important for Scala College to discover whether this is also the case there and to learn whether there is a correspondence between test results and their teaching practice. If evidence emerges of a clear relationship between the teaching practices  utilised by staff at Scala and the language proficiency of pupils within specific sub-skills this will have implications for teaching practice, both at Scala and elsewhere.





Competencies within language skills: reading, writing, speaking, listening
To be able to formulate a research problem and research questions, it is first necessary to discuss what has been written about the language proficiency in Dutch bilingual secondary education. 
Literature review has confirmed that four competencies are relevant when assessing language proficiency. These are Reading, Writing, Listening and Speaking.  For example in Testing English as a Second Language David P. Harris addresses techniques for assessing “grammatical structure, auditory discrimination and comprehension, vocabulary, reading comprehension, writing, and oral production.”​[2]​ Noting that grammar and vocabulary are assessed through the other four previously mentioned competencies this list confirms the relevance of these competencies for language proficiency assessment.
However, it has also been noted that a number of researches do assess all four of the competencies. For example Evaluation of bilingual secondary education in the Netherlands: Students' language proficiency in English by Admiraal, Westhoff and de Bot.​[3]​ This article reports on a longitudinal study, of the effects of English language instruction in the first four years of secondary education in the Netherlands on the students’ language proficiency in English and Dutch. Compared to a control group in regular secondary education, learners attending this form of bilingual education showed higher scores for their English language proficiency in terms of oral proficiency and reading comprehension. 
According to Admiraal et al., reading tests showed that bilingual students had a significantly higher mean score (77,2) than the students in the control group (55,1). Secondly, the score of the bilingual group on oral proficiency was significantly higher than the score of the control group for both general oral proficiency (78,0 vs. 54,6) and pronunciation (76,4 vs. 62,3). Thirdly, there was no significant difference between the bilingual group and the control group regarding the development of the mean score on the vocabulary test.
Another recent and relevant research in this field is the “TTO: design and performance; research report”​[4]​ by Verspoor, Schuitemaker-King, van Rein, de Bot and Edelenbos of the University of Groningen. This research consists of three components: 
-	Determining the level of language proficiency in bilingual and Dutch stream education
-	Studying the aspects of language acquisition
-	The pedagogical practice in bilingual education
The first and the third components are of particular interest to this research project, since it too aims to determine the level of English language proficiency in bilingual and Dutch stream pupils. Further, this project investigates how teachers in the bilingual department adapt their pedagogical practice to facilitate language acquisition in the bilingual environment. 
The main conclusions from the researchers from Groningen are:
Bilingual learners reach significantly higher English language proficiency much faster, their language use is more natural and they make fewer mistakes than Dutch stream –learners. 
-	Teachers of the bilingual stream make more use of gestures and mimics than teachers in the regular stream to make something clear; they also make more use of diverging questions (open questions to which the learner has to give an answer that contains an opinion)
-	Teachers of the bilingual department barely use the Dutch language in class. All activities and interaction are in English language. Translating is not a strategy.
-	Bilingual schools stress the incorporation of varied activating working formats; for example, they use cooperative learning and working on projects. According to the OTTO researchers however, this aspect can still be improved.​[5]​
Sub skills of Listening and Reading

The language skills of Listening and Reading can be divided into sub-skills. These sub-skills are not as clear-cut as the four language skills of listening, reading, writing and speaking. There are numerous possible approaches, advocated by various linguists, on how language skills can be divided or categorised. According to Christine Nuttall​[6]​, it is possible to classify reading questions according to the skills they require from the reader. She distinguishes six question types: Questions of literal comprehension, questions involving reorganisation or reinterpretation, questions of inference, questions of evaluation, questions of personal response and questions concerned with how writers say what they mean. These question types build up in complexity and difficulty; questions of literal comprehension (type 1) are often preliminary to serious work on a text and the answers to these questions are directly and explicitly expressed in the text whereas, for instance, questions of evaluation (type 4) ask for a considered judgement about the text in terms of what the writer is trying to do and how far she has achieved it. 
Francis Staatsen, uses a different classification of reading skills.​[7]​ Staatsen divides the sub-skills into three broad categories: predicting/verifying, structuring and using redundancy. The first category deals with the ability to determine what to expect of a text by glancing over it and the ability to literally look things up in a text. The second category, structuring, relates to seeing through the structure of a text; understanding the connection between different parts of the text. The third one, using redundancy, is about finding out how to determine the meaning of an unknown word. Learners have to learn to use the general understanding they have of a text and the context around the unknown word. 
Another way of categorising sub-skills was developed by Erik Kwakernaak.​[8]​ He uses three different broad categories: paraphrasing, summarising and interpreting. Paraphrasing questions are questions designed to make the reader read selectively and to look up information in the text. The second category, –summarising- deals with consolidating, (re)structuring, abstracting and prioritising (parts of) a text. The third category, interpreting, focuses on drawing conclusions about intentions, opinions and feelings of the author and on drawing conclusions about what kind of audience the text is for, what kind of language is used and what the goal of writing the text is. Kwakernaak has a similar categorisation for Listening skills. Although the content is slightly different, the three general categories and their implications are the same. After studying these three and other expert’s categorisation, Kwakernaak’s categorisation has been chosen as most comprehensive and appropriate for this research. Although most aspects are evident, in different ways, in all the mentioned frameworks Kwakernaak’s framework is the most complete and provides a framework than can be applied to both reading and listening. Appendix 1 and 2 detail Kwakernaak’s categorisation in both Reading and Listening skills. 
1.3	Research problem
This research focuses on the performance comparison in reading and listening skills of bilingual and Dutch stream secondary school pupils at Scala College and an overview of related teaching practice. By giving reading and listening tests to bilingual and Dutch stream pupils, data is gathered to find whether there is a difference in English language proficiency on two levels - reading and listening. By interviewing teachers, data will be collected on the teaching practices utilised at Scala College. These two sets of data will then be analysed to determine whether there is evidence of a relationship between the teaching practices employed by Scala College and the English language proficiency of their pupils. For example, where language proficiency scores are low in a particular skill or sub-skill our interview data may reveal a corresponding lack of focus on that skill in teaching practice. Alternatively interviews may reveal that teachers do focus on a skill but that the methods employed have been unsuccessful. Either of these outcomes would suggest the need to revise teaching practices in specific ways.

1.4	Research questions
There are two components to the research question that is being answered in this study, these are the following: firstly, what is the performance comparison of reading and listening skills between the bilingual and Dutch stream students in year 3 at Scala College? Secondly, what evidence is there of a link between test performance and teaching practice?
To answer these research questions the following sub questions were used. 
-	How can the level of language proficiency in Listening and Reading be assessed?
-	How can sub-skills in Listening and Reading be categorised?
-	What research has already been done on language proficiency comparisons between TTO and regular Dutch stream pupils and what are the general conclusions?
-	What is the level of English language proficiency in Listening and Reading in different sub-skills in year 3?
-	How do the levels of English language proficiency in Listening and Reading compare in different sub-skills between TTO and non-TTO pupils in year 3?
-	How do subject teachers in the bilingual department facilitate learning and practicing Listening and Reading? 
-	Is there evidence of a relationship between the teaching practices of staff at Scala College and the results of the language proficiency tests undertaken by pupils in this research project?
1.5	Research variables
A number of variables may be identified within this research project. Firstly, membership of TTO or regular Dutch stream education may be considered an independent variable. This represents the value known prior to testing which identifies the two groups that will be subject to comparison. Secondly, English language proficiency, as measured by test scores, may be considered a dependent variable. This constitutes the observed result of testing for difference between the independent variables. These are divided into two skill categories: Reading and Listening, both of which are further divided into three sub-skills: paraphrasing, summarising and interpreting. Thirdly, teaching practice at Scala College may be considered an independent variable. Through interviews with teaching staff this research project will gain an overview of teaching practices at Scala and determine whether there is evidence of a relationship between these and the dependant variable (test scores). 

1.6	Research hypothesis
Considering the fact that bilingual learners are exposed to reading and listening in the English language more frequently than the Dutch stream learners, one may hypothesize that they will score higher in both Listening and Reading skills overall. Within the Listening and Reading skills, it is quite likely that bilingual learners fair better in the more difficult sub-skills such as summarising and interpreting than their peers in the Dutch stream. This supposition may hold true in the light of the fact that bilingual learners acquire more practice with these sub skills during their subject classes where English is the medium of instruction. 
It is also anticipated that the interviews might reveal that subject teachers put in more efforts in helping bilingual learners to tackle subject matter using CLIL methodologies or other didactical strategies that promote learners’ acquisition of English language. 
It is difficult to predict whether the difference in scores between bilingual learners and Dutch stream counterparts would vary considerably in the Reading and/or Listening skills. As far as listening skills are concerned, both types of learners are exposed to listening to English language outside of school (through English media), which may influence their listening skills unintentionally and thus account for less significant differences among the two groups. On the other hand, bilingual learners are exposed to far more listening to the English language during school hours, which may account for a significant difference in their listening level compared to the non-bilingual learners, if such a difference is found. It is, though, predicted that for the reading skills, significant difference in level may exist between the bilingual learners and the non-bilingual learners, because out-of-school interactions with regard to English language reading are much less than in the case of listening. Also, the bilingual learners spend much more time reading in English at school than their Dutch stream peers, thus one would expect that they score significantly higher in Reading skills.
2. Methodology
2.1	Respondents
The purpose of this research is to compare the performance of bilingual and the Dutch stream students on an English language proficiency of two groups - one from each of these educational streams were selected for the study. Both the groups were 3rd year VWO students. The bilingual group consisted of twenty two students and Dutch stream group comprised twenty pupils. 
A number of factors attributed to the distortion of the sample groups. Firstly, the individual classes may not have been representative, in terms of their levels of English language proficiency as a whole. Secondly, other elements such as the qualities of individual teachers who may only work with certain classes, the male/female ratio within the classes, the number of native English speaking pupils in the class and the specific class culture of high or low achievement and/or outside school factors may also play a role. Although we were not able to counterbalance all of these factors, in light of these considerations our research population was a follows:
-	Two existing classes – i.e. 3rd year bilingual class vs. 3rd year Dutch stream class were selected as our research group. This was the most practically feasible approach of conducting the tests and was also the preference of the school authorities.
-	The two groups had similar the male/female ratio.
-	Pupils who were native speakers or had English as the language spoken at home were excluded from the study group.
-	Groups had almost equal number of pupils(22 vs. 20)
Apart from the pupils that formed a part of this research study, several teachers were also components of the research population. Five teachers, teaching various subjects in the bilingual department at Scala College were interviewed. They were chosen on the basis of being teachers of the bilingual stream at Scala College with at least three years of experience. Furthermore they were drawn from a cross-section of subjects to provide an overview of the learning experience of bilingual pupils. The head of the bilingual department at Scala College was asked to create a shortlist of nine teachers fitting this profile, three from each of the subject groups: Gamma (humanities), Beta (maths and sciences) and Languages. However, identifying participants willing to take part in the study at the busy end-of-year period was difficult and led to a scaling back of the interview process. Ultimately five teachers were willing and able to participate. Significantly none of the available teachers were language teachers. The represented subjects were; history, geography, chemistry/technology, physical education and mathematics. 
2.2	Instruments
As has been mentioned in the section on theoretical framework, different studies all focused on one or two language skills. Furthermore, a number of existing standardised assessments that we have experimented with have only addressed reading skills. This is too vague, what examples do we have? In order to make the research concise and workable within the viable timeframe, it has been decided to test only the so-called passive skills: Reading and Listening. The other rational is that these tests can be easily taken in the form of a standardised test, with clearly defined objective marking whereas a written or oral exam would take a language expert to interpret answers reliably.
The Reading Test
The Cito HAVO 2009 exam was used as a reading test. Writing this exam usually takes a few hours. However, as we were provided only one lesson period of 50 minutes to conduct the test at Scala College, we adapted the Cito HAVO 2009 exam for our purpose. We thus took parts from the Cito HAVO 2009 exam; however, we did use all the questions belonging to a certain text in this exam. The questions as given in the Cito HAVO 2009 exam were also not split up for the reason that there might be a certain build-up and pedagogy behind the structure of the questions belonging with a certain text. The reading test thus given out to the pupils consisted of 12 questions from 5 different texts (see Appendix3, 4 and 5). All three sub-skills were represented in 4 of the 12 questions, as can be found in the table in Appendix 12.
Answer keys were obtained from the same website. See appendix B for the Reading test material.
The Listening Test
HAVO practice fragments from the website www.havovwo.nl (​http:​/​​/​www.havovwo.nl​) were chosen for the reading test. In the case of the listening test, the adaptation of the questions was not clear-cut since the practice was to be done online. The questions and the multiple choice answers given on the website were converted into paper form and sound fragments were played aloud in the classroom. Many questions in this online reading test were of the paraphrasing category (according to Kwakernaak’s categorisation). A number of questions were, therefore, adapted into summarising and interpreting type questions. Thus, in the end the complete listening test also comprised 12 questions, covering 2 different listening conversations (see appendix 6 and 7): All three listening sub-skills were again utilised in 4 of the questions, as can be found in the table in Appendix 13
Teacher interview 
In order to suggest an explanation for the results of the language proficiency comparison in terms of teacher practice at Scala College it was necessary to gain insight in the way that bilingual pupils are taught there. Specifically, it was necessary to gauge whether (and if so, how) teachers were actively facilitating the development of the language skills identified by this research project as relevant within reading and listening proficiency. In order to do so it was considered necessary to get an overview of teaching practice in years 1 and 2 as well as year 3 because learner experiences in year 3 alone are insufficient to explain levels of language proficiency. 
When considering the appropriate way to collect this data a number of key factors were taken into consideration. Firstly, the limitation on research time available meant that classroom observations were an unsuitable method. It would be impossible to observe and record teaching practice in enough lessons to gain a representative sample of the education that the pupils have received up to and including year 3. Secondly, questionnaires were considered unsuitable because relatively little was known by the research team beforehand about the topic of teacher practice at Scala. Thirdly, when considering interviews as means of data collection we found that it would be suitable, not only due to the lack of previous knowledge of teaching practice at Scala but also because of the relatively small numbers of teachers that would be needed to give an overview of key questions such as course content, lesson materials and an overview of the pupils educational experience (i.e. development and differences over the 3 years of bilingual education they have thus far received). A combination of structured and semi-structured questions was chosen as the appropriate format for the interviews. 
In structured interviews the interviewer asks questions, which are mostly fixed choice, in a standardised manner. For example, N. Britten explains that interviewees might be asked: “Is your health: excellent, good, fair, or poor?”​[9]​ In the context of this research project there were a number of yes/no questions that were important for gaining an overview into teacher practice. Such as whether teachers had received any specific training in content and language integrated learning (CLIL), whether lesson materials were authentic or translated from Dutch resources and whether teachers deliberately do anything specific to facilitate pupil understanding in reading and listening for bilingual pupils.
Britten explains that semi structured interviews are “conducted on the basis of a loose structure consisting of open ended questions that define the area to be explored, at least initially, and from which the interviewer or interviewee may diverge in order to pursue an idea in more detail.”​[10]​ This format was deemed appropriate for the goals of this research because it affords the interviewees the opportunity to provide more detailed responses in areas in which there was no fixed choice response. Having chosen the appropriate format for the interviews based on the nature of required output, it was then necessary to produce the question list that would be used during the interviews. These can be found in Appendix 9.
The data from these interviews will be compared with the results of the proficiency test analysis to check whether the indications of teacher practice are consistent with or contrary too the findings. If teacher answers are consistent with proficiency findings this may offer some insight in explaining the outcomes there. For example where no significant difference is evident and teacher answers indicate that no specific activity is done to facilitate understanding in this language skill we may hypothesise the possibility of a causal connection between the two. Any suggestion of a casual connection must be provisional as the scope of this research project does not allow for ‘following up’ these initial findings with the substantial research that would be required to prove such causal connections. If such connections are suggested by the research findings this will indicate an interesting and useful direction for future research.
2.3	Method set up
The reading and listening tests were taken by two different classes – a year 3 class of the bilingual stream and a year 3 class of the Dutch stream. Each class devoted two lesson periods of 50 minutes each for sitting the reading and listening tests respectively. The same classes that took the reading test also took the listening test. Tests were conducted in the presence of a member of this research team. The completed tests were marked. Each correct answer was awarded one mark. Participants could receive a maximum of twelve marks in each test. After marking the tests and compiling a marks list, the lists were checked to exclude participants who took only one of the tests due to absence during the other test. Pupils who were native English speakers were also excluded from the test pool. In the end, the final data sheet comprised test results of twenty two bilingual learners and twenty Dutch stream learners.
Interviews were carried out with teachers as explained in 2.2 above. Based on the interview design suggested by N Britten ​[11]​, a question list was produced which was used during the interviews. A copy of these can be found in Appendix 9.
This study contains both quantitative and qualitative research. Data related to test scores were collected and statistically analysed. The data of qualitative interviews was summarized and explicated in context of the test scores.

2.4	Method of Analysis: Test Scores

In order to facilitate answering research question 4 (What is the level of English language proficiency in Listening and Reading in different sub-skills in year 3?) the results of the language proficiency tests have been expressed in a number of different formats. Firstly a table showing, per pupil, which questions were answered correctly (see Appendix 10) . From this information we can also show the total test score for each pupil, their score for each of the tested proficiency skills, the total of correct answers per question, per group and per proficiency skill. Secondly, for each class and each test the results have been expressed as mean and median scores per proficiency category (for mean scores the standard deviation is also shown). 
For statistical analysis the SPSS software (Statistical Package for the Social Sciences, version 19; SPSS Inc) will be used. The test scores will then be analysed for skewness and kurtosis to determine whether the scores have resulted in a ‘normal distribution’. A ‘normal distribution’ is a bell curve of results in which the majority of results cluster around the middle point and scores become less prevalent at either extremes in a symmetrical manner. Skewness is a “measure of the asymmetry of a distribution. The normal distribution is symmetric and has a skewness value of 0. A distribution with a significant positive skewness has a long right tail. A distribution with a significant negative skewness has a long left tail. As a guideline, a skewness value more than twice its standard error is taken to indicate a departure from symmetry.”​[12]​ Kurtosis is a “measure of the extent to which observations cluster around a central point. For a normal distribution, the value of the kurtosis statistic is zero. Positive kurtosis indicates that, relative to a normal distribution, the observations are more clustered about the center of the distribution and have thinner tails… negative kurtosis indicates that, relative to a normal distribution, the observations cluster less and have thicker tails.”​[13]​ The scores for skewness, and kurtosis will be presented in the table of results in Appendix 8.
By analysing the test scores for skewness and kurtosis it will be possible to determine whether they have resulted in a normal distribution. This information is significant for the further analysis of the test results because it determines which type of dependence test is suitable for the current research. As this research project compares test scores between two groups (TTO and Dutch VWO), the analysis of data requires a dependence test to demonstrate whether significant differences in test scores are evident between the two groups. A dependence test, assumes that the variables in the experiment can be categorised as independent and dependant and it tests the differences between the dependant variables. In this way it proves suitable for the task of analysing the difference in proficiency scores (dependant variables) between the TTO and non TTO classes (independent variables). 
Where a normal distribution is evident a number of different dependence tests are possible including the t-test and the f-test. However, with such a small test population this research predicts that test scores will not result in normal distributions. In this case the Mann Whitney U-test (sometimes also referred to as a Mann Whitney Wilcoxon, Wilcoxon rank-sum test) will be chosen as the most suitable instrument for the analysis of these results. 
The Mann Whitney U-test (MWU) is a form of dependence tests that does not assume a parametric or ‘normal’ distribution of the outcome measures (i.e. score per category). The MWU utilises median scores rather than mean scores and is, therefore, more robust against ‘outliers’ and ‘heavy tail distributions’; results outside a ‘normal’ distribution that would skew mean scores. “When the distribution of a variable is skewed… only assertions on whether medians, and not means, were different between groups should be made using nonparametric methods”​[14]​. “Thus it is the best test to compare mean scores when the dependant variable is not normally distributed”​[15]​. 
Mann & Whitney advocate their method when testing the effect of the independent variable (in our case participation in TTO education) on measurements of the dependant variable (in our case, scores in English language proficiency tests).​[16]​ If participation in TTO education is represented by x and regular Dutch VWO is represented by y and the test scores are arranged in ascending order, the MWU tests the probability of a y value preceding an x. The ‘null hypothesis’ states that the distribution of x and y will be identical, that is to say the occurrence of x preceded by y will be the equal to the occurrence of y preceded by x. If the independent variable does not have a statistically significant effect on the measured dependant variable the null hypothesis is shown to be correct. Where the MWU shows the probability of this equal distribution (the p-value) to be <0.05 the null hypothesis is rejected and we may infer that the independent variable has a statistically significant effect on the dependant variable. 






3.1 Language proficiency scores
With regard to research question 5 the table below (see Appendix 8) demonstrates the comparison between the levels of English language proficiency in Listening and Reading in different sub-skills between TTO and non-TTO pupils in year 3. The test scores are presented as median and mean percentages of the total amount of points that could have been scored in each of the proficiency categories that were tested.  The test scores were analysed for skewness and kurtosis, as explained in 2.4. This revealed that although scores in some categories exhibited a normal distribution in others this was not the case. Therefore, the results have been analysed using a Mann Whitney U-test.
Pupils from the TTO stream were shown to be statistically more likely to do well in the proficiency test. Due to the categorisation of the different proficiency skills it is also possible to see that the significant differences are located in the reading skills rather than listening and specifically within the paraphrasing and summarising categories.
Although the mean values of proficiency test scores are not robust​[17]​ enough to be statistically valid on their own, they do confirm that in every tested category the TTO group have a higher mean score than their counterparts in the regular VWO stream. This includes the listening interpretation category which showed a surprising result with regard to median values in which the regular stream pupils have a higher score. However, the p-value indicator shows that this surprising result is not statistically significant.​[18]​
While pupils in TTO have been shown to do better in the English proficiency test there is no statistically significant difference within any of the listening subcategories. This could be due to a number of factors. The first possible explanatory factor is that the test sample may have been too small. It is possible that having only four questions in each subcategory allowed for relatively few variations within the results (only 5 possible outcomes: 0, 1, 2, 3 or 4 correct answers). However, statistically significant differences were observed within the reading category overall and two of the three subcategories, thus indicating that significant differences are observable within a four question sample. 
The second possible explanatory factor is that the listening questions were too easy and, therefore, failed to differentiate between the abilities of pupils. However, in the regular stream only three of the questions were answered correctly by all twenty-one pupils and only one pupil scored full marks in the test. The three questions which were answered correctly by all pupils all came from the paraphrasing subcategory which suggests that the questions in this subcategory were too easy for the level of the pupils being tested. As all the sources and questions for listening paraphrasing came directly from a HAVO 5 test in is reasonable to assume that they should not have been at an inappropriately low level for regular VWO 3 pupils. The very high scores could, therefore, simply reflect that this skill is one at which these pupils are particularly strong rather than that the questions were of an inappropriately simple level.​[19]​ In the TTO stream three questions were answered correctly by all twenty-five pupils and six scored full marks. Of the questions answered correctly by all pupils, two were the same as in the Dutch stream and the other was a summarising question. The third paraphrasing question which was answered by all pupils correctly in the regular stream was answered correctly by twenty-four of the twenty-five TTO pupils. In the other two listening subcategories larger numbers of incorrect answers were given suggesting that the questions were at an appropriate level and yet the p-value indicated no significant difference. 
This leads us to the third possible explanatory factor, namely that TTO education at Scala does not significantly improve the proficiency of their pupils in summarising and interpreting when listening. During the analysis of teacher interviews it will be necessary to examine possible causes for this lack of difference between TTO and regular VWO pupils. 
In the reading category a significant difference was evident both at the level of the overall category and two of the three subcategories. However, in the subcategory of reading interpreting no significant difference has been shown to exist between the test scores of the TTO and Dutch stream. The fact that the median score for both groups was 50% suggests that the questions overall were neither too difficult nor too simple. However, this could be explained by a combination of questions where half were simple enough for almost all pupils to answer correctly and the other half so difficult that almost no pupils could answer correctly. Closer inspection of the results, however, shows that this was not the case. Therefore, we should entertain the hypothesis that TTO education at Scala does not significantly improve the proficiency of their pupils in interpreting when reading. During the analysis of teacher interviews it will be necessary to examine possible causes for this lack of difference between TTO and regular VWO pupils. 
3.2	Interviews
Due to the limitations of the interview process, as detailed in 2.3 above, conclusions drawn from the interviews must be considered provisional but are, nonetheless, revealing when compared with the results of the proficiency tests. A table summarising the findings of the interviews may be found in Appendix 11. Some fields within the table remain blank where, for whatever reason, no answer was provided. 
The first finding of the teacher interviews was a high level of English language proficiency among the staff. All but one of the teachers interviewed had a Cambridge Advanced or Proficiency certificate. The one teacher who did not possess this certificate had many years of experience living and working as a teacher in the UK. A second general finding is that learners’ educational experiences at Scala College include a mixture of both translated and authentic materials both for reading and listening. Thirdly, teachers were able to recognise the sub-skills identified by Kwakernaak and relate them to their own teaching experience, even if they were not familiar with Kwakernaaks method of categorisation.
Listening:
Let us compare the findings of the test results with the data from teacher interviews. Pupils from both the TTO and Dutch stream performed well in the listening test but no significant difference was evident between the two groups (although mean scores did show slightly better results for the TTO stream). 
Of the teachers interviewed three answered that they used authentic listening sources during lessons in addition to their own spoken English. Four of the five teachers indicated that they scaffold audio inputs in some way. Two would provide English subtitles where available particularly in the first two forms to aid understanding. Two of the respondents stated that they show authentic materials only after explaining the topic or content first. Where authentic materials are used they are mostly audio visual and, therefore, contain visual scaffolding for the audio text. Two teachers mentioned providing visual scaffolding for their own spoken explanation with classes, while two teachers stated that they used questions to scaffold their pupils’ interaction with audio inputs. One teacher said they usually used summarising questions and the other that they tend to use open paraphrasing questions. One teacher stated that they no longer used scaffolding questions for listening inputs because they had found that pupils “missed stuff because they were too focused on the questions”​[20]​. Furthermore, none of the questioned teachers indicated any teaching activities with their TTO classes that specifically focused on listening interpretation, the sub-skill in which pupils’ median score was actually higher in the Dutch stream. 
The responses above suggest that teachers are undertaking a number of activities (or designing activities for pupils to undertake) that facilitate the understanding of course content when listening. Not all of these activities, however, directly require the development of language proficiency as measured by the ability to paraphrase, summarise and interpret spoken text. This may account for the lack of significant difference between the TTO and Dutch stream pupils. It is possible that English lessons (for both streams) are the most influential site for the acquisition and practice of listening skills and that the two streams receive roughly equivalent experiences in this respect. This, too, could account for the lack of significant difference in the test scores but as no English teachers consented to take part in the study there is no evidence available to confirm whether this is the case.
Reading:
Let us compare the reading test results with the data from the teacher interviews. Significant differences were evident between the TTO and regular VWO stream in both paraphrasing and summarising subcategories of the reading category as well as in the category overall, with differences in mean scores of 37.5%, 25% and 16.7% respectively. As we would expect a significant difference to exist between the two streams the most pressing place to begin our comparison is, therefore, in the subcategory interpretation, in which no significant difference was found. Can teacher responses suggest any cause for this lack of difference? One of the interviewed teachers stated that they would expect pupils to find interpretation the most difficult of the three subcategories of reading skills stating that: 
In the first two forms, interpreting is more difficult. But this also counts for the Dutch classes: they find interpreting quite difficult, because there often is no clear-cut or “right” answer to it. They find it much harder than reproducing information because it is kind of vague and unsure. It is hard for them to for instance “read between the lines”  or interpret a cartoon. But that’s even hard for me sometimes; I think that is a difficult skill in general.​[21]​
Two of the interviewed teachers said that there was rarely scope for interpreting written texts in three subjects in which they taught (interviews 3 and 5: PE, Maths and Technology). However, even in those subjects where interpretation was possible, and even considered important, no examples of activities that specifically practice or aid interpretation skills were included in the teacher’s accounts of the activities they use to improve reading skills. In addition, interviewee 1 states that “the work book exists mainly of paraphrasing questions. Summarising isn’t in there at all, interpreting sometimes. The same goes for the Dutch [course material].”​[22]​. The interviews have suggested that pupils experience comparatively little practice and guidance in the specific reading skill of interpretation. This corresponds with the proficiency test results for that subcategory and, therefore, suggests that teaching practice could be an explanatory factor in the lack of difference between the TTO and regular VWO streams. 
Respondents indicated that more activities are undertaken that specifically engage the other two subcategories of reading, paraphrasing and summarising. As we see above respondent 1 claims that the workbook used by pupils contains mainly paraphrasing questions and although they indicate a shortage of summarising tasks, this teacher sets additional tasks in this area because they believe that summarizing is the most important of the sub-skills for their subject. When asked which sub-skill they would expect pupils to find most difficult they responded:
Summarising is most important for my subject. They have to do that themselves because the work book never asks them to do that. I always tell them to do that because many of them don’t seem to be able to get the main points from the texts. I try to help them with that, offer them to let me read their summaries… But I want them to [summarise], because I want them to be able to draw conclusions and get the main points of a text. In higher forms they will have to be able to do that.​[23]​
Respondent 4 contrasts pupil’s abilities in interpreting with the other two sub-skills when they state: “All three occur, interpreting is important in history but it is difficult in the first two forms, especially when it is a real English source. The other two categories they can do quite quickly.” Adding: “In the work book there is barely any practice on doing summaries, so I make them do those myself. But in general, they are familiar with questions of all three types.”​[24]​ So once again we see a perceived shortfall in summarising activities in the teaching resources for which the teacher feels they have compensated by setting additional tasks. This perception is supported by an examination of the activities respondent 4 mentions when explaining what activities they do to facilitate reading:
I tell them not to translate, sometimes I give them a Dutch text and leave out 30 % of the words so they can practice understanding texts even though they don’t understand all the words. Then I can convince them that if they can do it in Dutch, they can do it in English. I also try to ask regularly to the students to explain a term or sentence, and let other learners help out. I often let them do certain games after reading a text (short knowledge games, or giving small presentations on a topic or on something we read that lesson, letting them recap on what we read the lesson before. I do this last thing also to motivate them to talk in class. I also let them make summaries themselves, to practice that skill because it is important to be able to do that for the bovenbouw. I want them to practice with that.)​[25]​
As each of the activities mentioned above help pupils to gain an overall understanding of a text, pick out the key ideas or recap in short what has been covered it can be seen that they are all activities which facilitate or practice the summarising texts sub-skill.
Respondent 5 states that they believe structuring texts, a skill within the subcategory summarising, is the hardest of the listed skills for pupils up to and including year 3. The teacher feels this is due to it being a difficult skill for people in that age group rather than it being a language issue, stating that regular VWO pupils also find this the hardest skill in their own mother tongue. This belief is reflected in their teaching practice as the teacher states that creating mind-maps is the only technique they teach the pupils to assist in their reading of texts. As mind-maps force pupils to restructure information and make connections they are correctly perceived to be focused on the structuring texts sub skill of the summarising subcategory.  
In light of the above it appears that the interview data is consistent with the analysis of the proficiency test scores. In those areas where no significant differences in tests scores have been identified the interview data also suggests a lack of emphasis on these skills in teaching practice. Likewise where significant differences have been identified the interview data also suggests that teacher practice is placing an emphasis on these skills. However, it must be emphasised that due to the limited number of respondents and the lack of any language teachers within the group, the findings must be considered provisional and indicative of a need for future research rather than conclusive.
4.	Conclusions
This research project has shown that third year pupils in the TTO stream at Scala college do significantly better in an English proficiency test than their counterparts in the regular VWO stream in terms of their reading skills. Specifically, this superiority is evident in their ability to answer correctly questions that require paraphrasing or summarising. Although mean scores also indicate a superiority in reading interpreting as well as all subcategories of listening, unlike paraphrasing and summarising in reading,  none of these subcategories reflect a difference in median scores substantial enough to be considered significant in statistical terms (using the MWU method and applying a p-value for significance of <0.05). While no direct comparison is possible with the findings of a larger study by Admiraal et al because of the different age groups, testing materials and size of study population, both studies show significant differences between TTO and regular VWO pupils in reading proficiency (Admiraal et al. 22% difference in median scores compared to 16% in this research project.)

Through interviews with teachers at Scala College this research project has sought explanatory factors within teaching practice to account for the results of the analysis of proficiency test scores. Though limited in number and, therefore, not comprehensive in terms of accounting for the learning experience of pupils at Scala College, these interviews suggest a correlation between results in subcategories of language proficiency and teaching practice at Scala. The subcategories in which significant differences were observed were also the same subcategories that were indicated most often in the answers of teachers with regard to their own teaching practice. Furthermore, none of the teachers mentioned using activities that specifically facilitate development in the subcategory in which the TTO stream did comparatively worst: listening interpreting. Lastly, in the listening subcategory in which TTO pupils did objectively worst; summarising, only one teacher mentioned using any activities directly engaging that sub-skill in their lessons. Therefore, it is reasonable to conclude that teaching practice at Scala College may go some way to explaining the results of the comparison of language proficiency tests amongst their pupils. Specifically, they may explain why the difference in scores between the TTO and Dutch streams differ so widely between particular subcategories of the tested skills of reading and listening.
Reflection on the research process as a whole as well as our findings point towards the necessity of future research on a larger scale into both the language proficiency and the teaching practice at Scala College. Key recommondations for carrying out another practice based research in this field are: firstly, to use a larger test population containing the entire year group would provide a more comprehensive comparison rather than the representative sample which featured in this research project. This would require early negatioations with Scala College in order for the testing of such a large group to be carried out within the required timeframe. Secondly, a larger number of questions within each sub-skill of language proficiency could also permit a wider range of test score outcomes, facilitating the emergence of distribution patterns within sub skills making the identification of significant differences more apparent. Thirdly, a larger group of respondents for the teacher interviews, drawn from all the disciplines within the TTO stream​[26]​.This too would require early negotiation with the Scala College to find suitable times to interview staff outside the busy testing and end of year periods. Lastly, systematic classroom observation incompassing quantative​[27]​ and qualitative​[28]​ assessment of teaching practice. This would provide more comprehensive data on the teaching practices at Scala than was possible within the current research project. 
Even before such a future research is undertaken, the findings of this research project can offer concrete practical suggestions for both Scala College and teachers engaged in bilingual education elsewhere. Firstly, for bilingual teachers generally the findings of the research do not support the assumption that increased exposure to spoken and written English will, on its own, necessarily produce significant increases in specific skills within language proficiency. Rather, it suggests that using activites targeting specific skills within language proficiency improves pupil’s performance. Where teachers have indicated a concern and subsequent supplementary activities in specific sub-skills, test scores have been higher. For Scala this research identifies interpretation skills as a priority concern, both in reading and listening. Therefore, in light of the general recommendation above, teachers at Scala are advised to introduce  interpretation activities as a regular component of their teaching practice. One way to do this would be for teachers to regularly ask pupils to draw conclusions about, for example, the intentions, opinions and/or feelings of speakers or authors of the spoken or written texts that are used in class. If teachers provide corrective feedback on these conclusions, the regular practice and correction should lead to increased language proficiency in this area. 
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Appendix 1:	Kwakernaak’s categorization for reading skills







Naast deze tekstbijlage heb je als het goed is een opgavenblad en een antwoordblad ontvangen. 

































Tekst 4 Letters to the Editor






Instructies voor de toets (lees deze goed!!)
-	Deze toets duurt ongeveer 40 minuten. Hij bestaat uit 12 vragen (die staan op dit opgavenblad) over in totaal 5 teksten. 
-	Naast dit opgavenblad heb je als het goed is een tekstbijlage en een antwoordblad gekregen. Vul de antwoorden a.u.b. in op het daarvoor bestemde antwoordblad!
-	Het kan zijn dat je sommige vragen of teksten moeilijk vindt. Dat kan kloppen: sommige vragen zijn van een hoger niveau dan je zou moeten kunnen in 3VWO. Raak dus niet in paniek als je iets erg moeilijk vindt: doe gewoon je best en ga verder met de volgende opgave. 
-	De resultaten worden gebruikt voor een onderzoek van de Universiteit Utrecht. De resultaten zullen wel aan jullie docenten worden gegeven en zouden mogelijk kunnen meetellen als cijfer voor je rapport.

Tekst 1 Streak of luck
1.Who or what is/are expected to benefit directly from the “ritual” (line 9)?
A “the city of Inazawa” (line 8)
B “the official streaker” (lines 17-18)
C “thousands of spectators” (line 20)
D “all who touch him” (line 21)
E “guards” (line 23)
Tekst 2 Elton John
2.	Geef van elk van de onderstaande beweringen met betrekking tot Elton Johns 
concert in Dublin aan of deze wel of niet in overeenstemming is met de inhoud 
van de tekst.
1 Being a dedicated artist, Elton John probably knew he did not need
overpowering special effects.
2 Elton John had given too many performances in his life; his soul was no
longer in it.
3 It was to be Elton John’s last tour, so he did not really worry about the
impression this concert would make.
4 It did not fulfil concertgoers’ expectations of getting to hear some of Elton
John’s new songs.
Noteer het nummer van elke bewering, gevolgd door “wel” of “niet”.






Tekst 3 Should childhood come with a health warning?

4.	How does paragraph 3 relate to paragraphs 1 and 2?
A It adds another example of harmful influences on children to those given in
paragraphs 1 and 2.
B It describes on which aspects of the experts’ opinions expressed in
paragraphs 1 and 2 the author agrees.
C It explains the reasons for the experts’ views in paragraphs 1 and 2.
D It proves that the ideas about children’s upbringing mentioned in paragraphs
1 and 2 are outdated.









“‘since children’s brains … cultural change’” (begin alinea 5)
6.	Hoe komen volwassenen op deze stelling volgens de schrijfster in alinea 5?
Vul de volgende zin aan: Volwassenen … en daarom denken ze dat dit voor
kinderen ….

7.	What becomes clear from paragraph 6?
The writer
A believes that children are exposed to great dangers when they play in the
streets.
B is convinced that modern parents are afraid of losing their natural authority
over children.
C is critical of the way in which grown-ups try to keep children safe.
D thinks that playing too many computer games will affect a child’s health.

8.	Which of the following fits the gap in paragraph 7?
A it contributes to a better understanding of their natural abilities and
preferences
B it draws them away from their game consoles
C it gives them a chance to prove to their parents that they can be trusted
D parents would only be expected to keep a watchful eye
E taking risks in childhood goes hand-in-hand with developing new skills




De schrijver komt in latere alinea’s nog terug op de onderwerpen “real food” en
“real play” uit alinea 2. Hij doet dat één keer voor “real food” en drie keer voor
“real play”.
9.	Waar doet hij dat?
Noteer “real food” en “real play”, gevolgd door het nummer van de betreffende
alinea of alinea’s.

10.	What is the main purpose of this article?
A To emphasise the importance of a good parent-child relationship.
B To express a personal opinion on the latest trends in children’s upbringing.
C To inform the reader of the state-of-the-art in child education.
D To ruin the reputation of so-called specialists on juvenile behaviour.


Tekst 4 Letters to the Editor
Stel je bent tegen de viering van Kerstmis, omdat je vindt dat dit niet in een 
multiraciale samenleving past.
11.	Staat in de tekst een brief afgedrukt van een medestander?
Zo nee, noteer “Nee”. Zo ja, noteer de naam van de briefschrijver.


Tekst 5 Soft-paw shuffle hides an environmental kick
Je wilt naar de film Happy Feet en bent geïnteresseerd
1 in de muziek.
2 of de verhaallijn ook voor kinderen geschikt is.
12.	Hoe denkt de recensent hierover?
Geef voor elk aspect aan of de recensent hier wel of niet uitsluitend positief over
is.














Welke taal spreek je thuis?…………………………………………………………………………
Geslacht (M/V):....................................................................................................................
Als het goed is, heb je een opgavenblad en een tekstbijlage gekregen. Schrijf daar a.u.b niet  op. Vul je antwoorden enkel in op dit antwoordblad. Bij open vragen dien je altijd in het Nederlands te antwoorden. 
1.	A   B   C   D   E   (omcirkel het juiste antwoord)
2.	Bewering 1       wel                         .
Bewering 2          niet                      .
Bewering 3       niet                         .
Bewering 4         niet                       . 
3.	A   B   C   D   (omcirkel het juiste antwoord)
4.	A   B   C   D   (omcirkel het juiste antwoord)
5.	A   B   C   D   (omcirkel het juiste antwoord)
6.	Volwassenen…begrijpen zelf weinig van nieuwe technologie/vinden nieuwe technologie eng en daarom denken ze dat dit voor kinderen ook/nog veel sterker geldt.
7.	A   B   C   D   (omcirkel het juiste antwoord)
8.	A   B   C   D   E   (omcirkel het juiste antwoord)
9.	Real food	 4							.
Real play	3, 6, 7. (4 out of 4 correct = 1 point, 3 out of 4 correct = 0,5 point, 2 or less out of 4 correct = 0 points.	)				.
10.	A   B   C   D   (omcirkel het juiste antwoord)
11.	   Nee                                                                                         .
12.	Aspect 1    wel/ja                                                                          .









Instructies voor de toets (lees deze goed!!)
-	Als het goed is heb je naast dit opgavenblad ook een antwoordblad ontvangen van je docent. Belangrijk: Vul je antwoorden in op het daarvoor bestemde antwoordblad, niet op dit opgavenblad!
-	Voordat de luistertoets begint, krijg je een paar minuten de tijd om deze instructies te lezen en de vragen in de toets te bekijken. 
-	Deze luistertoets bestaat uit 10 geluidsfragmenten. De eerste 7 zijn een interview met Richard Branson, eigenaar van het bedrijf Virgin Air. De laatste 3 zijn een interview met Mr. Bushell, lid van de Shrewsbury Bench. 
-	In totaal zijn er 12 vragen te beantwoorden. Per geluidsfragment zijn dat dus 1 of 2 vragen. De vragen zijn allemaal meerkeuzevragen.
-	Na ieder geluidsfragment krijg je even de tijd om je antwoord in te vullen en de volgende vraag/vragen alvast te lezen. 
-	Het kan zijn dat je sommige vragen of teksten moeilijk vindt. Dat kan kloppen: sommige vragen zijn van een hoger niveau dan je zou moeten kunnen in 3VWO. Raak dus niet in paniek als je iets erg moeilijk vindt: doe gewoon je best en ga verder met de volgende opgave.
-	De resultaten worden gebruikt voor een onderzoek van de Universiteit Utrecht. De resultaten zullen wel aan jullie docenten worden gegeven en zouden mogelijk kunnen meetellen als cijfer voor je rapport.









Hier begint de toets.
Interview met Richard Branson 
Fragment: Introductie.
Je krijgt nu eerst een introductie-fragment te horen. Hierbij horen nog geen vragen. 
Fragment 1.











3.	Wat is een goede samenvatting van wat in dit fragment gezegd werd?
a.	Richard Branson heeft veel geleerd van het failliet gaan van een andere vliegmaatschappij 
b.	Door het bedrijf van Richard Branson is een andere bedrijf failliet gegaan.
Fragment 3. 






5.	Richard Branson is nu een bekend persoon. Wat is zijn mening daarover?
a.	Hij vindt het heel fijn; hij wilde altijd al beroemd zijn
b.	Hij had naar zijn ouders moeten luisteren en niet de publiciteit op moeten zoeken
c.	Hij heeft expres de publiciteit opgezocht om de vliegmaatschappij te promoten.

Fragment 4.
6.	Waar gaat dit fragment over?
a.	Over de dingen die beroemde mensen hebben gedaan om de vliegmaatschappij van Richard Branson aan extra publiciteit te helpen
b.	Over de spectaculaire dingen die Branson heeft gedaan om zijn vliegmaatschappij to promoten.
c.	Over verschillende concurrerende vliegmaatschappijen, zoals B.A. en Pan Am.
Fragment 5. 
7.	Welke van de onderstaande zinnen is een geen goede samenvatting van dit fragment?
a.	Toen het bedrijf op de beurs kwam daalde de waarde van het bedrijf steeds verder
b.	Toen het bedrijf op de beurs kwam werd het steeds moeilijker om het bedrijf te managen. 
c.	Naar de beurs gaan gaf het bedrijf geen toegevoegde waarde.
Fragment 6.
8.	Richard Branson vindt
a.	Dat bedrijven ernaar moeten streven zo veel mogelijk winst te behalen
b.	Dat grote bedrijven de verantwoordelijkheid hebben om goed voor hun personeel te zorgen
c.	Dat grote bedrijven een bepaalde mate van verantwoordelijkheid hebben voor de maatschappij.
d.	Het managen van een groot bedrijf ongeveer hetzelfde is als het besturen van een land.

Fragment 7.
9.	Richard Branson is te typeren als…
a.	Een man die vindt dat je hard moet werken voor je gezin
b.	Een man die vindt dat werk altijd vóór het gezin gaat
c.	Een man die vindt dat het hebben van een gezin en het hebben van een bedrijf soms nou eenmaal niet goed samen gaan.
d.	Een man die vindt dat het gezinsleven nooit moet worden verwaarloosd vanwege het hebben van een carrière. 
Justice of the peace: interview met Mr. Bushell.
Fragment: Introductie
Je krijgt nu eerst een introductie-fragment te horen. Hierbij horen nog geen vragen. 
Fragment 1. 
10.	Wat zegt Mr. Bushell over de leden van de Shrewsbury Bench?
a.	Dat de leden zich veel met maatschappelijke ontwikkelingen moeten bemoeien.
b.	Dat zij worden gekozen omdat ze veel verstand hebben van menselijk gedrag.
c.	Dat zij als groep een representatieve vertegenwoordiging van de bevolking zijn.

Fragment 2.







12.	Wat vindt Mr. Bushell van het belang van de magistrates in het afhandelen van criminele zaken?
a.	De magistrates doen belangrijk werk omdat zij het overgrote deel van de criminele zaken afhandelen.
b.	Het werk van de magistrates is niet zo zwaar; moeilijke zaken worden namelijk direct doorgeschoven naar een High Court (hooggerechtshof).
c.	Het werk van magistrates is moeilijk omdat ze zich in allerlei verschillende soorten criminaliteit moeten verdiepen. 




















Welke taal spreek je thuis?…………………………………………………………………………
Geslacht (M/V):....................................................................................................................
Als het goed is, heb je een opgavenblad en een tekstbijlage gekregen. Schrijf daar a.u.b niet  op. Vul je antwoorden enkel in op dit antwoordblad. 
Alle vragen zijn meerkeuzevragen. Omcirkel telkens het juiste antwoord.
1.	 A   B   C   D
2.	 A   B   C   D
3.	 A   B
4.	 A   B   C   D 
5.	 A   B   C
6.	 A   B   C   
7.	 A   B   C   
8.	 A   B   C   D  
9.	 A   B   C   D
10.	 A   B   C 
11.	 A   B   C   D  
12.	 A   B   C








Table 1 Language proficiency scores and MWU results
Score categories	Maximum amount of points, representing a score of 100%	Group A / TTO group (n= 22)	Group B / non-TTO group (n=20)	p-value as calculated with Mann-Whitney-U (p-value with independent samples T-test, in case a normal distribution might be assumed)
		Median	Mean	Median	Mean	
Listening 	12	S:  -1.096 (SE 0.491)K: 1.226 (SE 0.963)	S: -0.185 (SE 0.512)K: -1.032 (SE 0.992)	0.084(0.117)
		87.5%(50.0-100.0%)	85.2%(SD: 13.3%, 95%CI: 79.3-91.1%)	75.0%(58.3-100.0%)	78.8%(SD 12.8%, 95%CI: 72.8-84.7%)	
Listening paraphrasing	4	S: -3.059 (SE 0.491)K: 8.085 (SE 0.953)	S: -0.945 (SE 0.512)K: -1.242 (SE 0.992)	0.089(0.098)
		100.0%(75.0-100.0%)	97.7%(SD: 7.4%, 95%CI: 94.5-100.0%)	100% (75.0-100.0%)	 92.5%(SD: 11.8%, 95%CI: 87.0-98.0%)	
Listening summarising	4	S: -0.497 (SE 0.491)K: 1.132 (SE 0.953)	S: -0.620 (SE 0.512)K: -0.260 (SE 0.992)	0.148(0.186)
		75.0%(25.0-100.0%)	72.7%(SD: 27.7%, 95%CI: 60.4-85.0%)	75.0%(25.0-100.0%)	 62.5%(SD: 20.7%, 95%CI: 52.8-72.2%)	
	4	S: -0.669 (SE 0.491)K: -0.429 (SE 0.953)	S: -0.552 (SE 0.512)K: -1.632 (SE 0.992)	0.719(0.526)
		87.5% (50.0-100.0%)	85.2%(SD 16.7%, 95%CI: 77.8-92.6%)	100% (50.0-100.0%)	 81.2%(SD: 22.8%, 95%CI: 70.6-91.9%)	
Reading*	12	 S: -0.917 (SE 0.495)K: 0.349 (SE 0.953)	S: -0.516 (SE 0.512)K: -0.194 (SE 0.992)	0.004(0.009)
		58.3%(0.0-91.7%)	56.6%(SD: 21.1%, 95%CI: 47.3-66.0%)	41.6%(8.3-66.7%)	40.6%(SD: 15.9%, 95%CI: 33.2-48.1%)	
Reading paraphrasing	4	S: -1.241 (SE 0.491)K: 2.749 (SE 0.953)	S: -0.083 (SE 0.512)K: -0.747 (SE 0.992)	<0.001(<0.001)
		75.0% (0.0-100.0%)	71.0%(SD: 23.3%, 95%CI: 60.7-81.3%)	37.5%(0.0-75.0%)	38.1%(SD: 22.4%, 95%CI: 27.7-48.6%)	
Reading summarising	4	S: -0.635 (SE 0.491)K: -0.131 (SE 0.953)	S: 0.186 (SE 0.512)K: 1.760 (SE 0.992)	<0.01(<0.01)
		62.5% (12.5-87.5%)	60.2%(SD: 21.4%, 95%CI: 50.8-69.7%)	37.5%(0.0-87.5%)	37.5%(SD: 19.4%, 95%CI: 28.4-46.6%)	
Reading interpretation*	4	S: 0.373 (SE 0.491)K: -0.287 (SE 0.953)	S: 0.328 (SE 0.512)K: -0.225 (SE 0.992)	0.772(0.741)
		50.0%(0.0-100.0%)	48.9%(SD: 26.1%, 95%CI: 37.3-60.5%)	50.0%(0.0-100.0%)	 46.3%(SD: 24.7%, 95%CI: 34.7-57.8%)	
Paraphrasing total	8	S: -1.000 (SE 0.491)K: 0.943 (SE 0.953)	S: -0.338 (SE 0.512)K: -0.586 (SE 0.992)	<0.001(<0.001)
		87.5%(50.0-100.0%)	84.4%(SD: 12.9%, 95%CI: 78.7-90.1%)	65.6%(37.5-87.5%)	65.3%(SD: 14.8%, 95%CI: 58.4-72.3%)	
Summarising total	8	S: -0.884 (SE 0.491)K: 0.165 (SE 0.953)	S: 0.484 (SE 0.512)K: 1.004 (SE 0.992)	0.012(0.011)
		75.0%(18.8-93.8%)	66.5%(SD: 22.3%, 95%CI: 56.6-76.4%)	53.1%(25.0-93.8%)	50.0%(SD: 16.8%, 95%CI: 42.1-57.9%)	
Interpretation total	8	S: -0.610 (SE 0.491)K: 0.450 (SE .0953)	S: -0.062 (SE 0.512)K: -1.119 (SE 0.992)	0.501(0.542)
		75.0%(25.0-100.0%)	67.1%(SD: 17.5%, 95%CI: 59.3-74.8%)	62.5%(38.0-88.0%)	63.8%(SD: 17.2%, 95%CI: 55.7-71.8%)	
TOTAL SCORE*	24	S: -0.544 (SE 0.491)K: -0.349 (SE 0.953)	S: -0.886 (SE 0.512)K: 0.124 (SE 0.992)	0.006(0.010)













Bilingual teachers Scala College
Before it begins
	After usual pleasantries and introductions explain purpose of interview and how info will be used 
	Ask for permission to use the answers in a research article including quotes. (see appendix)
	Note whether they wish to be anonymous.
	Explain that you will record interview
	Explain the format of interview and length
	Let them know they can get in touch later if they want to add anything

Questions:
Ice-breakers: Easy, closed, factual
	How long have you been a teacher?
	How long have you taught TTO?
	How many hours of TTO do you teach per week? (compared to non-TTO)
	Have you had any specific CLIL or TTO training?
	Do you like teaching TTO? (bit more open and about their own feeling)

Content
	What do you do differently in your TTO lessons?
o	Are the curriculum and lesson materials just the same but translated?
o	Do you use the same work formats as in non-TTO?
o	What reading sources do you use? (authentic material, text book, additional material?)
o	Do you do anything to help students handle texts in English? If so, do you do those same things with non-TTO Dutch texts?
o	Can you name some examples of tactics you use? (we are looking for words like scaffolding, skimming, etc. but we are not going to put those words in their mouths)
o	Do your TTO students have a certain way to tackle English texts?
o	Do you recognise any of Kwakernaak’s categories in the questions students have to answer when studying texts (see below)? If so, is there anything you do to help them handle these reading questions? (Examples?)
	Literally translating (for TTO students into Dutch)
	Paraphrasing: looking for specific selective information in a text, “looking it up”?
	Summarising texts?
	Structuring texts (recognising which parts of a text form a unit in content compared with other parts and being able to recognise how a part of a text relates to other parts)? 
	Drawing conclusions about intentions, opinions, motivation, feelings of the author?
	Drawing conclusions about what kind of audience the text is for?
	Drawing conclusions about what kind of language or intonation is used? 
	Drawing conclusions about what the goal of a text is?
o	Which of the three categories do you think are most difficult for students and why?
o	Do your students spend more time reading or listening?
o	What listening sources do you use? (just that pupils listen to you? Or other audio materials/video clips?)
o	Do you do anything to help students understand more when listening to you speaking English or when using English audio or video material?
o	Can you name some examples of tactics you use? (we are looking for words like scaffolding, skimming, etc. but we are not going to put those words in their mouths)
o	Do your TTO students have a certain way to be better at listening to English?
o	Almost the same categorisation is used by Kwakernaak in listening. Do students in your classes have to answer questions after listening/watching English audio/video material? Do you recognise the type of questions in the categorisation? Which ones?
o	Do they spend more time on passive skills (reading & listening) or productive skills (writing & speaking)?
o	What proportion of your time do you spend on listening & on reading?
	Do you think TTO students would score higher in a listening and reading test than regular VWO students? If so, why do you think so? What are the things that happen in a TTO classroom that would make them better at it?

Wrapping up









































































	1 geography	2 geography,  chemistry & technology	3 PE	4 history	5 maths & technology
same materials & content	yes	-	-	Same content but different materials	Maths: yesTech: no
same working formats	No (extra presentations)	-	No: (extra formats , mini whiteboards, teacher or planner cards) 	yes	Yes
use translation?	yes	-	-	-	Yes (M)
use authentic sources	yes	-	-	yes	No (T)
create own	-	-	-	yes	No (T)
do you do anything to help in reading?	Yes: scaffolding, post-hoc	Yes: translation in early years, pupils create own glossaries, (says no but) scaffolds with video or intro ‘story’		yestips e.g. don’t translate	Yes. Support with visuals post-hoc extra explanation
same for regular VWO	no	-	-	-	yes
teach pupils technique to tackle written text	No	-	-	yesScaffold questions, practice understand a text as  whole without every word, put it in own words, make summaries, recap games	Mind-map
recognise Kwakernaak reading	yes	-	-	yes	no
which category do you think most difficult for pupils	summarizing	-	-	interpreting	Structuring (in summarising). For all children this age not just TTO
more time listening or reading	listening	-	listening	variable	reading
listening sources authentic	yes	yes	no	yes difficult for them and sometimes not suitable	No
teach pupils technique to tackle spoken text	English subtitles, no scaffolding questions , videos after learning from book (scaffold with prior knowledge)	-	Support with visuals, allow extra question rounds	English subtitles, break up into smaller pieces, scaffold by explaining theory before listening to authentic material. Scaffolding with Summarising questions	Some paraphrasing open questions
recognise Kwakernaak listening	no	-	-	yes	no
more time on passive or active	Active (slightly)	-	-	passive	Passive (70-30)
proportion listening to reading	More listening	-	Much more listing		Both less than on active exercises in maths
would TTO do better?	yesparticularly in reading	yes	Particularly better in listening	yes better at reading, focus lacks when listening.Difference in listening will be greater than reading. Hopes/expects TTO to be better in interpreting both reading and listening (opposite is true)	TTO, much more time doing English, a lot of reading in 1st 3 yrs, more motivated







The Reading questions categorised according to Kwakernaak’s categorisation.
Question number	Category	Description
13	Paraphrasing	Reading selectively: looking through the text for the answer. 
14	Summarising	The two statements basically are the conclusions/summaries about the whole article; content-related question about a larger piece of the text.
15	Interpreting	Question asks about the tone of the article; this means the question is about language use and the opinions of the author.
16	Summarising	Asks how a certain paragraph relates to 2 other paragraphs; typical question of structuring a text by recognising which parts of a text form a unit in content compared with other parts and being able to recognise how units/parts relate to each other
17	Paraphrasing	Paraphrasing by filling gap in a sentence. 
18	Paraphrasing	Answer can be looked up literally in paragraph 5; in answer, this has to be translated to Dutch.
19	Interpreting	Asks about what the writer thinks/feels believes; one thus has to draw conclusions about language use and intentions, feelings of the author.
20	Summarising	Filling a gap where (part of) a whole sentence is missing. The sentence that needs to be completed is a conclusion/summary of the complete paragraph.
21	Paraphrasing	The other occurrences of “real play” and “real food” can be looked up literally throughout the text
22	Interpreting	Asks about the purpose of the article, thus about what the goals of writing the text were, what audience it is meant for.
23	Summarising	To be able to answer this question, one has to quickly summarise/get the main point out of all the letters to the editor. 





















The Listening questions categorised according to Kwakernaak’s categorisation.
The Listening questions categorised according to Kwakernaak’s categorisation.
Question number	Category	Description
1	Paraphrasing	Gap filling in sentence where only one word is missing; answer can be found by listening selectively and exactly paraphrasing the heard sentence.
2	Paraphrasing	Gap filling in sentence where only one word is missing; answer can be found by listening selectively and exactly paraphrasing the heard sentence.
3	Summarising	Literally asks for picking one out of two sentences that summarises the fragment best.
4	Paraphrasing	Gap filling in sentence where only one word is missing; answer can be found by listening selectively and exactly paraphrasing the heard sentence.
5	Interpreting	Question asks about the speaker’s opinion on something.
6	Summarising	Question asks what the fragment is about, so this is a summarising question
7	Summarising	Question asks to choose 1 out of 3 possible summaries
8	Interpreting	Asks about the opinion of the speaker
9	Interpreting	Asks what kind of man the speaker is i.e. family man, or career first
10	Summarising	The question basically asks for a summary/conclusion of the sound fragment
11	Paraphrasing	Gap filling in sentence where only one word is missing; answer can be found by listening selectively and exactly paraphrasing the heard sentence.
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